Introduction
The purpose of this study is to contribute to the widening literature that explores the multifaceted entanglement between education and violence by combining a critical discourse analysis of the Islamabad Pakistan Studies for Secondary Schools textbook with classroom observations. Bush & Santerelli identify the two faces of education: one in which education mitigates violence within a state through equal access and positive portrayals and treatment of all citizens (and students) of the state, and the other in which education contributes to identity-based violence through unequal provision and biased curriculum 
Citizenship Education as Cultural Violence
Johan Galtung identifies a violence triangle which includes structural, direct and cultural violence.
These types of violence support and reproduce one another. Galtung defines structural violence as a process of social injustices evolving into the structures of society. Direct violence is an event or an act in which physical violence occurs.
2 Cultural violence is defined as any part of culture, exemplified by religion and ideology, language and art, or empirical and formal science to make structural and direct violence look and feel right and rendered acceptable in society. 3 Cultural violence legitimatizes direct and/or structural violence.
Cultural violence can be linked to discourses of national identity and unequal citizenship when some groups are discursively excluded from equal citizenship. The study of citizenship has the potential to illuminate the ways in which the state discriminates against some citizens through laws, practices, and exclusions which deny some citizens equal access to social justice. Citizenship intersects with the identity of citizens and can be understood as a (re)producer and a representation of social inequalities within societies 4 . Negative understandings of citizens within a state based in a singular aspect of their identity (gender, religion, ethnicity, etc.) links to structural and direct violence against these groups.
Citizenship is also linked to nation building projects which attempt to forge together a national identity in order to maintain social cohesion. This is, in part, achieved through narratives of the 'external other', the enemy of the state.
5
While notions of citizenship are conveyed through a wide variety of institutions and people, citizenship education is usually seen as a particular responsibility of the school. Citizenship is learned in school through both curriculum and daily practices within the school including teaching methods. 6 Citizenship education can be defined as teaching students their expected roles in society -often based in their identity and the relationship to the identities of others both internal and external to the state.
As a key part of citizenship education, textbooks create a narrative that can celebrate the differences among the citizens, or promote a narrow identity of the legitimate citizen. When textbooks omit entire groups of citizens from the pages of the text including ethnic or religious minorities, this also negatively impacts how they are understood as citizens 8 . Therefore, textbooks have the potential to serve as a form of cultural violence by promoting an authoritative narrative of citizenship that excludes some citizens which can lead to structural and direct violence against them. 9 Additionally, textbook discourses that separate and degrade the external others reproduce negative national narratives of the 'other' for the purpose of creating a unified national identity that is defined by opposing another.
Thus, further embedding the importance of the identity of citizens as part of the narrative of 'us'
versus 'them'.
10
According to Saigol, "History and civics…tend to be the most ideologically laden subjects implicated in the formation of national identity
11
." History curriculum creates a national identity by giving the impression that there has long existed a cohesive group that is different from the 'others.' Civics lessons then provides a future of the citizen by using this identity as a promise of participation in the state. These texts and the ideology they promote can contribute to a national identity that celebrates the differences among the citizens, or one which promotes a narrow identity of the legitimate citizen and the exclusion of those who do not fit within that identity from equal rights as citizens 12 .
In the case of Pakistan, the struggle to define a national identity and thus of who is a legitimate citizen is played out in the pages of the textbooks, especially social studies texts. Pakistan Studies, a compulsory subject for all secondary school students in all government and private schools in how it was created, who opposed it, who fought for it, why it was important to create it, and where it is headed." 14 It is through these pages that students are exposed to the narratives that shape how citizens are understood in Pakistan. Saigol 
Methods
This textbook analysis was a part of a larger case study of a girls' secondary school in Islamabad,
Pakistan in 2014, intended to illuminate the relationship between gendered citizenship education and cultural and structural violence which are reproduced through all aspects of schooling including the Pakistan Studies curriculum and the day-to-day practices of the school. 16 The Pakistan Studies textbook analysed here served as a foundation for citizenship education within the school (and for all government schools in Islamabad capital territory at the time of data collection).
This Pakistan Studies textbook, written in 2002, served as an all-in-one social studies course for grade 9 and 10 students in the school. The textbook is brief, just 200 pages, and is formatted in mostly bullet pointed statements throughout each chapter. There are exercises at the end of each chapter that include true/false, fill in the blank, and multiple-choice questions. The contents of the text include several chapters on the ideology of Pakistan, a brief history of the making of Pakistan, the resources in the provinces, population and culture, and education.
To unpack the ways in which inequalities are normalized in the textbook, a critical discourse analysis was undertaken. The objective was to analyse the way language is involved in social relations of power and domination and ideology, which can be understood as cultural violence
17
. Critical discourse analysis directly addresses a social problem and focuses on the dominance of elite groups and institutions as they are being enacted, legitimated or reproduced through text and talk
18
. Critical discourse analysis analyses language as constituting society and culture while being situated and historical so that the relationship between discourse and social practices is revealed
19
. This analysis, therefore, identifies and problematizes the discourses of the citizen throughout the textbook; who is included, who is excluded; who is a legitimate citizen. 4. Equality and Fraternity: No human being is superior to another on the basis of colour and race, the only thing which distinguishes a person from other is God-fearing and purity of soul. Additionally, the language used in the text can be understood in terms of cultural violence by asserting that being a good Muslim and human nature are nearly the same and their behavior is divinely ordained as is illustrated in the following quotes: Although the Muslims and the Hindus both had joined hands in fighting against the British, the Muslims were held solely responsible for the upheaval and made to suffer great hardship. 36 Ibid., 1. 37 Ibid., 2. Other Muslim groups did not agree that independence from Britain was a necessity.
Equal rights for
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The separation of Muslims from other people of the world, and especially Hindus is prominent throughout the text. For example, before the textbook even mentions the word Pakistan, it separates
Muslims from Indians. On page 3 the textbook describes the two-nation theory and states that:
From the Muslims' point of view all non-believers of the world are a single millat (or nation).
Indian Muslims were no exception to this rule, they did not form a part of the wider Indian nationhood, as some people had mistaken.
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To continue to reinforce the national identity formed in alienation from the Hindu other, the textbook repeatedly uses negative language to describe Hindu leaders and blames them for events that are not seen as favourable to Muslims without addressing any historical complexities. In the section titled "The Quaid-Azam (RA) and the Pakistan Ideology", Jinnah is lauded as the "greatest proponent of The negative language used to describe Hindus escalates as the text covers the creation of Pakistan and the troubles it soon faced in maintaining a united country, including both East and West Pakistan.
In a section about the role of Jinnah after the founding of Pakistan, the textbook states:
The enemies started making hostile propaganda against Pakistan from the very first day of her birth. They were spreading rumours that Pakistan was not economically viable and that she would soon collapse like a house of cards 43 .
In the Additionally, the textbook does not take into consideration the complexities of the war for those in East Pakistan including internal struggles in East Pakistan between the Bengalis and non-Bengalis as 43 Ibid., 38. 44 . Even when the textbook admits that conditions were not good for the Bengalis, it does so in a way which delegitimizes the Bengali claims.
As is shown in the example below:
A long period of military dictatorship marked with undemocratic practices was the major cause of unrest. Bengalis said they were being neglected and being subjected to political repression 47 .
By using the phrase, "Bengalis said…" it gives this impression that these claims were false and therefore not legitimate. This is especially noticeable when compared to the certainty in other statements in the chapter mentioned above, like, "These [Hindu] intellectuals played a decisive role in dismembering Pakistan."
In this chapter, the description of the secession of East Pakistan is done in terms that are catastrophic and imply a victimization of Pakistan. Also, the words used to describe the events are selected to sound like a human death and include phrases like "death blow" and the 'dismemberment of
Pakistan." And all of this is attributed to the wrong-doings of India. The section on the Two Nation Theory and the East Pakistan Tragedy begins by stating that, "India, no doubt, played an important role in breaking Pakistan into two parts." It then goes on to say that:
Indira Gandhi very arrogantly claimed that the Two Nation Theory had sunk into the Bay of Bengal just as the Bangladesh flag was unfurled. These remarks were unfair and they are naturally so because Mrs. Gandhi was a party to the whole matter and she had exerted all her negative potentials to make things happen the way she liked identity." It does not directly discuss the war in any way, but simply says, "After the cessation of hostilities, broken bonds of brotherhood were restored."
49
At the time, the Pakistan Studies textbooks were originally written, Zia-ul-Haq needed to create a sense of national unity as it was feared that other provinces would attempt to secede from Pakistan for similar reasons that Bangladesh did including unequal resources and power distribution.
Therefore, the emphasis on the external threatening other portrayed in the textbooks was included in the texts to create a common enemy whom all Pakistanis should protect the state from. Kumar argues that the result of this was…the internalization of a masculine, war oriented and essentially anti- In point 5 "All discrimination to be defied", it adds that all citizens are created equal and includes this To my mind, this problem of religious differences has been the greatest hindrance in the progress of India. Therefore, we must learn a lesson from this.
59
He continued, … We are starting with this fundamental principle: that we are all citizens, and equal citizens, of one State. … Now I think we should keep that in front of us as our ideal, and you will find that in course of time Hindus would cease to be Hindus, and Muslims would cease to be Muslims, not in the religious sense, because that is the personal faith of each individual, but in the political sense as citizens of the State.
60
This quote when read in full indicates that Jinnah did not envisage a theocratic government, but wanted a separation of religion and state. While it may be that the quote being edited this way may be merely a means to saves space in the textbook, it could also be understood as a deliberate attempt to maintain the narrative created throughout the text of a unanimous movement for a Muslim state. The Quaid-e-Azam (RA) exhorted upon the public servants that they should devise a system under which women are able to make a fair contribution in the progress of the country and it is ascertained that they receive their due share of opportunities.
66
However, this quote is not followed up with any examples of how this was or was not done.
Additionally, while none of the women who have contributed to the building of the nation of Pakistan are mentioned by name, there is one woman who is named. Indira Gandhi, the Prime Minister of India during the succession of East Pakistan is discussed regarding her role in the secessionist movement.
She is described as a villain (see previous section) and referred to as Mrs. Gandhi, while men in the text are referred to by their surnames or full names (not as Mr.). The use of the prefix Mrs. emphasizes her status as a married woman and detracts from her status as the leader of a state.
In addition to not acknowledging the women involved in the history of Pakistan, the other sections of the textbook equally ignore women as citizens of Pakistan. When women are mentioned in the textbook in the chapter on the population of Pakistan, they are described as a burden to the economy. The contribution of female workforce in economic development is only 2.02%. Women… form the larger but dependent portion of Pakistan's population. Percentages of women in the labour force is 13.5 as compared to the men's 86.5%.
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There is no reason given for the difference in participation (including cultural and religious practices)
in the labour market nor does it acknowledge the work that women do in the home. It problematizes women by calling them the 'larger but dependent' portion of the population. This wording describes women as a burden (dependent) on society rather than as contributors. This is consistent with
Mumtaz & Shaheed's 1987 book, which illuminated the struggles of women during the Zia era. They state,
Nowhere are the physical hardship endured by women or their contribution to production acknowledged. Rather, such realities are either ignored or actually negated by society's attitudes towards and treatment of women.
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The textbook, which had undergone few substantial changes between the first edition written under
Zia and the time of the case study illustrates that women are still not being acknowledged for their contribution to society.
By excluding women from the history of Pakistan, the textbook offers the female students of the case study school no guidance on the contributions of women in the development of Pakistan and leaves girl students then with little to guide them as to how to contribute to their nation as citizens.
Additionally, the small mention about the way in which women seem to burden the economy, leaves very little room for girls to imagine their own place as citizens of Pakistan, or how they might be empowered to contribute to change within their own country. This lack of representation in textbooks means that female students must depend much more on the day-to-day practices of schooling to model/teach them to be future citizens.
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Formatted for Indoctrination
In addition to the content of textbooks, how they are structured also impacts the ways in which students understand their world. The Pakistan Studies book is brief and often uses a bullet pointed format. This type of format has been criticized as counterproductive to encouraging students to critically engage with the content of the text. students from asking for details or to consider complexities beyond the simple stories told in the book.
Kumar argues that the purpose of this format is to indoctrinate, rather than explain. 70 Saigol claims this is done in Pakistan Studies textbooks to create a specific homogenous identity. She states, Information in little bits and pieces, without any underlying principle tying the pieces together, works in the construction of identity by enabling a mass, collective amnesia of the unspoken and of the unwritten relations or contradictions between bits of knowledge. 71 Each chapter ends with student exercises that consist of fill in the blank statements and true or false questions that are mostly filling in names and dates. There are also a few 'opinion' questions for which answers are directly found in the chapter. These exercises are typically done in class by the teacher reading the question and the students calling out the answers in the case study school. Chapter exercises then reflect the information that students must retain for the exams which keeps the focus on facts covered in the questions rather than the details of the contents of the chapter.
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For example the questions found at the end of the chapter about the secession of East Pakistan focus on the idea that Islam has won against the Hindu opposition while ignoring Pakistan's loss of the war.
Examples include:
• Describe the events leading to the dismemberment of Pakistan. Also explain the Indian role in this regard. When was Bangladesh proclaimed, and;
• The fall of East Pakistan served as a death blow to the Two Nation Theory. Do you agree with the statement? Give reasons to support your argument. 73 Both questions emphasize the personal nature of the destruction of Pakistan by again using the words dismemberment and death blow. Additionally, the second question appears to be an opinion question, but in fact the answer is found directly in the text in the following passage, …it is not fair to interpret the separation of East Pakistan as a death blow to the Two Nation Theory. 74 The types of questions, in which students are not encouraged to engage with content beyond the restating of the text, minimise students' engagement in civic understanding. Therefore, the role of teachers becomes imperative in interpreting the text and encouraging students to engage with information more critically and in-depth.
The Textbook in the Classroom
The power of textbooks to serve as an authoritative voice on national narratives relies on the ways in which the textbooks are used in the classroom and the extent to which teachers themselves buy-in to the ideology promoted. In cases where teachers resist the content or re-interpret content, the textbook loses this power 75 . However, in the classrooms observed in the case study school, the textbook held an important place. For many of the teachers, the narratives in the text were similar to those they had grown up with and the Pakistan Studies teachers used the textbooks to guide each class period. Additionally, classrooms were under resourced and the textbook was the only learning resource available in the classroom; there were no teachers' guides or additional student material to enhance student's understandings of the topics covered in the text. This strong emphasis on the text and short class periods (35 minutes) left teachers very little time to expand upon the content of the text or to engage students in discussion, leaving the textbooks to serve as the authoritative voice, and limiting the teachers' voices as interpreters of discourse.
In the classrooms observed, there were several missed opportunities for teachers to utilize discussion or activities to critically engage students with the ideas presented in the textbook. All of the teachers observed relied upon lecturing as the primary method of instruction; and most read directly from the text, giving few opportunities for students to engage in the content. For example, one teacher read the textbook aloud stopping only to ask students if they understand words, but not waiting for their answers and herself giving the translation in Urdu. Quotes from Jinnah regarding freedom of religion were part of the lesson. The teacher read through these quickly without stopping to discuss the implications of these statements or the relationship to Pakistani society today. This, therefore, created a missed opportunity for discussion about Pakistanis of all religions as citizens. Another experienced teacher was able to recite the textbook to the class without having to read it, and asked students to respond by raising their hands to the closed-ended questions at the end of the chapter.
Only one teacher used alternative teaching methods to the teacher centred approaches of her colleagues. Although she read from the book, she allowed the students to work in pairs to discuss the questions at the end of the chapter. However, this was cut very short because of the short class The lack of varied teaching methods impacts the teaching of citizenship in several ways. First, while learning civics can be done through content (of which there is very little in this case), teaching methodology also impacts students' views and understanding of citizenship. Active techniques like discussion and role-play have been shown to be more effective than lecture to engage students in civic concepts. 76 
Conclusion
The Pakistan Studies textbook contributes to a singular identity of an ideal citizen through a discourse of othering first the Indians and then by extension to the religious minorities and women within
Pakistan. It contributes to a strong narrative of 'us against them' which permeates how citizenship is The discourse of exclusion and narratives of a singular Pakistani identity portrayed in the textbook serve as cultural violence by laying a foundation for the justification of excluding fellow citizens, especially women and religious minorities from the discourses (and rights) of legitimate citizens. The textbook does little to include women which serves to position women as absent from the public sphere, where citizenship takes place, but in the home protecting the ideological understanding of the Islamic Republic. 79 Cultural violence is also demonstrated by promoting the notion that those who fall outside of that identity have been created unequal in the eyes of God. In this case, the textbook represents cultural violence against those who do not fit within the construct of a legitimate citizen by positioning them as the 'other'. By serving as a discourse of cultural violence, the textbook has the potential to contribute to the justification of structural violence, and in the worst cases to direct violence against some citizens.
